putting a topsy-turvy spin on the meaning of majority and minority. Recent increases in immigration, particularly from Latin America and Asia, have led to classes where children come from a wide range of cultural and linguistic backgrounds; indeed, in just the 10 years between 1990 and 2000, the population of K-12 students learning English as a second language doubled-from 2.2 million to 4.4 million (Allen, 2002) . Efforts to achieve inclusive classrooms mean that children with disabilities, who would have previously been taught in separate classrooms or even special schools, are now educated alongside their nondisabled peers. Criticisms of tracking and ability grouping have resulted in more academically heterogeneous classrooms, with children who need instruction in basic skills next to those who qualify for gifted and talented programs.
When this diversity is accepted and appreciated, something rich and wonderful can be created in our classrooms. But there is no doubt that the changing demographics can exacerbate the difficulties that novice teachers (and even more experienced teachers) have with classroom management. Creating a respectful, productive classroom environment is always a challenge; this challenge is even greater when students and teachers come from different cultural backgrounds, or when students differ in terms of race, ethnicity, socioeconomic status, cultural and linguistic background, sexual orientation, ableness, and academic aptitude. Unless
Author Title teachers have the knowledge, skills, and disposition to effectively guide diverse groups of children, they are likely to face classes characterized by disrespect and alienation, name-calling and bullying, disorder and chaos. The articles in this issue address different aspects of classroom management in a diverse society, but a number of common themes are echoed throughout the volume. The first theme is that the fundamental task of classroom management is to create an inclusive, supportive, and caring environment. All too often, discussions of classroom management are framed solely in terms of rules, rewards, and penalties. In contrast, the authors in this issue view classroom management in terms of human relationships-relationships between teachers and students and among students themselves. Soodak, for example, observes that inclusive education is primarily about belonging, membership, and acceptance. Curran reflects on the importance of ensuring that English Language Learners are active members of the classroom community-meaning that they must be included in classroom activities (not given other projects-a worksheet, for example-to work on while the other students engage in group activities). Delpit and White-Bradley argue that teachers who choose to engage with the hearts and minds of their students, to develop human beings rather than robots, must first be willing to develop a relationship with them individually and as a group. Weinstein, Curran, and Tomlinson-Clarke point out that deliberate, planned efforts to "cross social borders" and develop caring, respectful relationships are critical when teachers and students come from a variety of cultural backgrounds. Norris stresses that building a sense of community is not an "addon," but an integral part of the way that classroom norms, routines, and procedures are established. The emphasis these articles place on caring relationships is more than rhetoric. Wentzel describes research findings indicating that students who see their teachers as showing high levels of caring characteristics display more willingness and motivation to behave prosocially and responsibly. Similarly, Brown reports on a study demonstrating that successful, "culturally responsive" urban teachers focus on developing personal relationships with students.
The second theme underscores the fact that individual teachers operate within a school context that can facilitate or constrain the development of positive teacher-student relationships. Weiner addresses this theme explicitly, arguing that the culture, organization, and characteristics of urban schools (i.e., their size, insulation, impersonality, bureaucracy, and standardization) impinge on individual teachers' efforts to establish humane, nurturing environments. This theme is also apparent in Noguera's article, which contends that the preoccupation with order, control, and punishment in inner-city schools is transforming them into prisonlike institutions and depriving the children of the poor the nurturing and kindness they deserve. Similarly, Soodak takes issue with exclusionary policies that erode civility, disenfranchise those students "most in need of emotional connectedness," and are applied inequitably. A compelling example of the theme is provided in Delpit and White-Bradley's article, which contrasts the school where White-Bradley used to teach (and where she was able to develop a management approach based on a traditional African value system) and her current school-where she must follow school-wide discipline policies and practices. Norris also shares a story about a school where she worked, describing the school's efforts to replace its traditional management approach with one based on the concepts and principles of social-emotional learning.
A third theme reflected in the articles is that behavior we interpret as bored, inattentive, or lazy may be a natural response to a classroom that is uncomfortable, unwelcoming, or even antagonistic to students who are "different." Curran's article vividly illustrates this theme when she describes the reactions of English-speaking teachers who are uncomfortable with the Spanish she uses to introduce her courses and workshops. McCarthy and Benally observe that some of the Navajo students with whom they work are unruly and unengaged in some classes, but not in others. Indeed, when students who had been suspended because of behavior problems were temporarily placed in the classrooms of more effective (and culturally congruent) teachers, students presented no behavioral problems. Noguera asserts that most often it is the students who understand that school is not working for them who typically cause the most trouble and disturbance in the school. These authors help us understand that students sometimes resist a system that, as Valenzuela (1999) puts it, "dismisses or derogates their language, culture, and community" (p. 162). Rather than mindlessly reprimanding and punishing these acts of resistance, we need to understand that cultural discontinuity can lead to emotional stress and behavioral conflict, examine our role in the conflict, and ask whether we have created a classroom environment that rejects or embraces students' language and culture.
This leads us to a fourth theme-namely, that effective classroom management requires knowledge of students' cultural backgrounds. Curran describes a number of ways teachers can acquire this cultural content knowledge. She suggests, for example, that teachers foster relationships with community mentors, watch videos, read literature written by or about the communities of their students, and familiarize themselves about the countries from which their students immigrate. Learning about the cultures and communities of our students can help us spurn explanations for misbehavior that are rooted in students' deficiencies. As Weiner points out, the "deficit paradigm" constrains teachers from exploring potentially productive ways of dealing with problem behavior. Similarly, Brown notes that knowledge of differences in students' discourse styles allows teachers to establish congruent communication patterns.
The need for culturally responsive classroom management is also addressed by McCarthy and Benally, who describe a cultural immersion program for new teachers, and the ways in which cultural values and traditions are built into disciplinary interventions. McLaughlin and Bryan also provide a good example of the kind of cultural content knowledge that is helpful in managing classrooms. In Mexico, they explain, holding students accountable involves something very different from individual academic achievement. Holding students accountable involves social commitments-being responsible to and with others through the work you do. They describe the importance of the concepts compromisos (commitments to act in a responsible manner) and confianza (trust and confidence in the other person). Knowing this about Mexican culture, teachers in the United States can have greater insight into their Mexican immigrant or Chicano students and work to create an approach to classroom management that recognizes and respects the centrality of compromisos and confianza.
Finally, these articles reinforce the theme that classroom management should foster students' capacity for self-regulation. Norris, for example, suggests that by using the principles of social-emotional learning as the foundation for classroom management, teachers can teach students to engage in decision making, problem solving, and conflict resolutionall of which contribute to a more democratic classroom environment where students assume responsibility for their own actions. McLaughlin and Bryan assert that we have much to learn from good teachers in rural Mexico, where students make social commitments to behave responsibly for the good of the class and the school. Wentzel invokes the literature on effective parenting to suggest ways that teachers can promote the adoption, pursuit, and internalization of classroom goals.
Managing classrooms in today's diverse society is no small challenge. Hopefully, the articles in this issue will provide readers with some practical suggestions that can be readily implemented. More importantly, I hope the articles will offer some new ways of thinking and will inspire teachers to engage in self-reflection about their attitudes toward diversity and their efforts to build inclusive classroom communities. As Weinstein, Curran, and Tomlinson-Clarke observe, culturally responsive classroom management is more a frame of mind than a set of strategies.
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